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Begins

e-year-old Laura sat quietly on the living room couch next to her parents as they

xd with a neighbor. In her hands were four unlined index cards and an old,

1-marked pencil. After several minutes, she slipped down from the couch and

Hy approached the visitor clutching one index card behind her back. Impulsively

hrust the card into the waiting hand of the visitor. He studied the marks she had

¢ on the card. “Wow, Laura!" he exclaimed, You are wmmg"' Laura’s smile
ched from ear to ear. *1 really writed, dicn'e 1. ;

Since the earliest days of humamty ‘peoplé have Thad a erong demre téi'share
“thoughts inwriting. The written Awordisa pbl:eﬁtm!_hme machmt:. whete one’s.
5 and experiences can e ~harf-d ¥ rrally forew -_‘!G’E see wmten i machmeq.'

e drawings of cave dweller many. rrulknma' o Egyr Heroglvy :

I B.C.E, In che Dt*c]amnon of hud»epcndeurf: or (N 4
e\ndence m a2 u:n_lrl: Df Iaw Inall’ caaes writing is- pomdeqs wu!‘mut'a reari‘e it

" to receive rhe 1 ssage Thus,; writing and 1eadmg are: (fomplememary a‘ d'
LSSEH“‘&[ pm, Sses of communication.: oy

" Writing surely must have been uwented before Jeadmg Pﬂrh:lps it began'_-.

{Jike this: One of our forebears decided o8 record;lns thoughl:s about some-.

thmg tmponam on a stone walifor another ersor’s use: Perhaps the

e T 1ne&sage "had to do with a food source or a"danger inithe environ-

- ment. The credtor of Lhe mesqage hdd o somehqw_encode itinte

~ print—thatis, generateawmt m intec o
1(1&21 When Lhe mtended rec1plent of the message carne along

; wrmcn qvmbolq into hnguagé' or [hought
As it happen-; 1e1nung, o wnte hel S chs

i SRR
ago, each of the authors: of this taxt demded to:. leas._ 0)
teaching and return to pubhc schools as first grade leachers It

was the first time eithier of us had estabhshed writing 4§ a key‘ '
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282 I Chapter 8 Writing

part of our reading program. Of course, we had included writing in gur previous cut-
ricula, bur not the ful) writing process as described by early leaders in the field such
45 Donald Graves (1983) and Lucy Calkins (1920). In a word, this addition to our in-
struction:l programs was powerfull Our students learned o write with excitement

and passion, and their reading development was greatly accelerated (Reutzel &
Coocter, 1990). 5c, if you ure wondering why we include a chapter on writing in a
reading methoeds textbook . . . well, research and our own first-hand experience lave
convinced us that writing and reading are reciprocal processes that simply meest be

funghit together (Shanahan, 2000).
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How Is Reading Related to Writing?

Reading and writing are often thought of as mirror images of each other (Reutzel &
Cooter, 2607). Walter Loban (1964) once said that the relationship between reading
and writing is “so striking to be beyond question” {p. 212). It huppens that reading
and wiiting share a nwnber of waits or underlying processes (Tiermey & Shanahuan,
19963, but they also have some unique qualitdes as well. As Shanahan (2006) noted,
they have somewhar different cognitive “foolprints.” Ler's take « brief look at ways
reading and writing are close cousins,

In the Handbook of Writing Research, Shanahan (2006) explains that * . . . read-
ing and writing are dependent upon shared cognitive abilities (e.g., visual, phono-
logical, and semantic systems or short- and long-term memory), and anything that
improves these abilities may have implications {or both reading and writing devel-
opment. .. ." (p. 174). Shanahan’s review of the research concluded that readers and
writers rely on four common knowledge bases:

1. Content knowledge, because writing has to be about something.
Getting to Know English a_eamgm 2. Memaknowledge, which is knowing abour the functions of reading
b8 Writing, highly valued as a sign of an and writing, that readers and writers interact, and that monitoring
| 4 educated person in the West, is no less boe's own meaning-making while writing or reading &5 critical
&% important in Asian countries, for New learning often happens through examining and reexamining
example, yet, as in many other parts of the information from a variety of perspectives, and reading and writ-
wortd, writing may serve different purposes ing provide alternate perspectives (Rijlaarsdam & van den Bergh,
for different groups of people. Chinese 2006; Shanahzn, 2000). A person’s cultare, by the way, can have an
students, for example, leam to write using a impact—positive or negative-—on how well the functions of read-
complex symbol system that takes mary, ing and writing are understood. For example, a second lunguage
many vears to learn fully. learner from an Asian country may not have the same understand-
ing of how writing is understood in the United States compared to

a native-born North American citizen.

3. Knowledge of specific components of sritten language that underlie read-
ing and writing, such as phonemic (speech sounds) and orthographic
(spelling) knowledge.

4. Procedural knowledge about how 1o access, use, and generate inforqation
during reading and writing (Mason, Herman, & Au, 1991). This includes an
awareness of strategies intentionally used in reacling and wriling, such us

Sfediciing, questioning, and summanzing.
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low Writing Develops

oung children discover early in life that writing is the sharing of ideas. In our open-
ig vignette, Laura demonstrated her growing understanding that writing can be a
ol for recording thoughts on paper to share with others. She came to this under-
anding without formal spelling and writing instruction. After carefully observing
thers in her environment, Laura risked acting like a skilled writer and tried out her
ypothesis about how printed language functions.

. Many of us have seen children attemprting to solve the printed language puzzle
aiough drawing and scribbling. One may be tempted (o dismiss these early attempts
twriting as cute, but certainly not real writing (see Figure 8.1). This judgment may
a8 misguided as concluding that a flower in its early stages of development is not
tly a flower because it does not resemble a full-blown bloom.
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Through careful study over a period of decades, researchers have discovered
that young children pass through certain developmental stages in their writing and
spelling simnilar 10 those discussed with respect to oral language and reading devel-
opment. An understanding of these stages helps weachers recognize the roots of writ-
ing and spelling development and enables them to nurture the roots of scribbling
and drawing into the flower of writing.

Scribbling and Drawing Stage. When young children first take a pencil or crayon
in hand, they use this instcument (o explore the vast emply space on a blank sheet of
paper. In its earliest stuges, children's writing is often referred to by adult ohservers as
scribbling (Bear, Invernizzi, Templeton, & Johnsion, 2000; Clay, 1987; Temple, Nathan,
Burris, & Temple, 1993),
These random marks are the wellsprings of writing discovery., As shown in
Figure 8.1, Laura's scribbles appear 1o be the result of acting on the paper just to see
.~ what happens, perhaps without any particular intent. Her scribbles do not demon-
N ! strate much of what adulis normaily consider 1o be conventional or &ven purpose-
v ) / IO WG I Figure 6.2, Laurds saribbles bedin (0 reveal an exploration of
“alternative forms when compared 1o her previous markings. Circles, curved lines,
AV fl‘ and lenerlike forms begin 1o appear as part of Laura's writing exploration.
4 o W) { Stiie tme later, Luura’s séribbles begin to look more and more like adult cursive
writing, Note in Figure 8.3 that the marks have become linear, moving from left to right
When questioned, Laura could tell whar she meant by each of the scribbles re-
produced in Figure 8.3. Unlike her marks in Figure 8.1, Laura's later scribbling rep-
resented her meaning in a more conventional way. Laura revealed that these later
scribbles represented a “Christmas wish list,” Often, letter-like writing or shapes, as

Figure 8.2 Laura's Scribbles as Exploration
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1own in Laura’s Christmas list, are used repeatedly in early writing attempts. Clay
987) calls the tendency to reuse and repeart cenain scribblings and drawings re-

arsive writing. The purpose for recursive writing seems 1o b€ the need [of com-
it and familiarity as children prepare to move into the next levels of writing
svelopment,

Weeks later, Laura produced the writing found in Figure 8.4, Note in this exam-
le that she uses drawings to carry part of her intended message. In addition, directly
wve the heuad of Laura's drawing of a young girl, one can detect the emergence
fletter-like forms etched in broken derzil. When queried about the intent of these
tter-like forms, Laura responded, “That says ‘Laural’” Evidently, Laura had discoy-
fed at this point in her development as a writer that drawings can supplement a
essage and that writing is different from drawing.

—
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In another example, Toby, a four-year-old, produced the widting found in
Figure 8.5. Toby uses humanlike forms o represent merabers of his family in his
thank-you letter. One sees the use of letter-like symbols randomly scattered about
the page. Near the center, Toby signed his name. By looking carefully, one can see
the upside-down letter b and what locks like a letrer y, which Toby chose 10 sepre-
sent his name. Thus, one can see that during this initial stage of writing develop-
ment, Laura and Toby used scribbling, drawing, and disconnected lerer-like forms
to explore and record their meaning on paper. These children had discovered that
writing €an be used o coramunicate meaning, and that although drawing und writ-
ing are complementary processes, they ace not the same.

Prephonentic Stage. The next stage of writing and speliing development among
young children is often called the prephonemic stage (Temple et al., 1993). Al this
stage, Chlldlt[’l begin to use reu[ 'CT[E[‘-‘-—U:;UB.”Y capitals—ro represent
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Toby's Thank-You Letter

eaning. Letters do not represent their phonemic or sound values; rather, they
e used as placchalders for meaning, representing anything from a syllable to an
ttire thouglit. Chaundra, a kindergartener, produced the writing in Figure 8.6. Note
haundra's use of letters to represent meaning. Only by asking the child to explain
e meaning can one readily discern that she used letters as meaning placeholders
1d not as representations of phonemic values.

Clay (1975) points out that children in the prephonemic stage of writing devel-
pment will usually produce a string of letters and proudly display their work o a
went while asking, “What does this say?” or “What did [ write?” In many families
way, children do this with magnetic letters on refrigerator doors: they meticulously
1ange a string of letters and then ask what they have written.

arly Phonemic Stage. During the next stage of writing development, the early
JDonemic stage (Temple et al., 1993), children begin 1o use leners—usually capi-
lized consonants—to sepresent words. Children at this stage of writing develop-
ent have discovered that letters represent sound values. They write words
:presented by one or fwo consonant leners—usually the beginning or ending
ounds of the word. In Figure 8.7, Samantha uses only consonants to represent the
iord bowuse in her message.

Temple et al. (1993) suspect that the tendency for children in rhe early phone-
tic stage 1o represent a word with only one or rwo letters is the result of an inabil-
¥ 10 "hold words still in their minds” while they examine them for phonemes and
natch these to known letters (p. 101). Although this may be true, it is also possible
hat children at this stage are continuing to learn cermain letters of the alphabet. It
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s Pre-Phonemic Writin

may also be true that writers in this stage of development have not developed the
ability to segment more than the initial or final sounds in a word. Certainly any of
these possibilities would lead to the incomplete representation of words ag found in
the early phonemic stage of writing development. This is an area needing much
more investigation (Teale, 1987; Templeton, 1995).

Ceiting Yo Know English Learners | Lelter-Naming Stage. The letter-naming stage of writing devel-
Not alf students’ first languages use the | oproent is a small but important jump from the early phonemic
3 same alphabetic system as English; stage. This stage is characterized by the use of more than one or

£ directianality (both horizontally and two consonants with at least one vowel o represent e speting of
vertically) may alsa be different, causing words (Temple er al.,, 1988). Chris, 2 kindergarener, produced an
English Learners’ first attempts with wrifing example of the letter-naming stage of writing in response o his
in English very challenging indeed! teacber's urging him to write abourt the rainbow he had seen the day

betore (see Figure 8.8),

| A |
__'.I7f, I':'I-' | f_.'.' , | K o = =
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Although Chris continues to use capital lenters exclusively, vowels have begun
appear in his writing. He has clearly discovered that words are made up of
wnemes, both vowels and consonants; that these phonemes occur in an auditory
:quence; and that these phonermes are properly represented in printed form from
ft to right. Although Clhiris does not yet read independently, he has made impor-
mt discoveries about print that have nurtured his acquisition of reading, and his
cquisition of reading will inform his acquisition of conventional spellings. With con-
nued experiences in reading, Chris's writing will rapidly become more closely
Yigned with standard spelling and lead o the final stage of writing developmenr,
he ransitional stage.

Transitional Stage

Figures 8.9 and 8.10 illustrate the transitional stage of writing and spelling. Writing
‘produced by youngsters in this stage looks like English, but words are a mix of pho-
(hetic and conventional spellings. Typically, these writers neglect or overgeneralize
h eerain spelling patierns. Tor example, the final silent eis sometimes omitied by these
“writers, familiar phonic elements are substituted for less familiar phonic elements,
Enr] double consonants are rypi‘ca.ﬂ',r neglected.
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“The Bear and the Horse” t:\t(
is a story summarization THACHAR Pce
written in the transitional

wriling stage, View the edited
example in the Arzifacts—
Reading Methods/Writing of the
Teacher Prep Website

fwww prenhall. com/ieacherprep).
Respond to the accompanying
questions that can be printed or
sent directly (o your instiuctor.

Think about conferencing {5&(

wilh a student as you view ‘ TEACHER PREP
“We Clied" in Artifacts—

Language Ants/Writing in the

teacher Prep Website

(wwwprenhall comiteacherprep).

Discuss ar respond o questions

aboul feedback, modeling and
instruction and share them with

your ipstructor,
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Figure 8.8  Chris's Letter-Naming Stage Writing: Rainbow

Writing

Devin, a first grader, wrote the story shown in Figure 8.9 during October. He
demonstraies not only some of the substitutions and ornissions mentioned previ-
ously, but also 4 top-1o-bottom arrangement for his stosy.

Figure 8.10 shows a note that Candice wrote 1o her parents during the fall of her
second-grade year. Notice the spellings of parents, burting, guys, and specig!. Sume
of the spellings are unconventional, but the writing of this child looks very much like
English and communicates the message well. Candice’s writing is also a good ex-
ample of the characteristics of transitional writing mentioned previously—the mix ol
standard and nonstandard spellings. Note also that transitional writers have discov-
ered the use of other featur res of standard rd writing such as goqseqswes punuu;monp

'1:! the ﬂgn_di ;_l letter- or noze wnuncr format.

These examples demonstrate ‘the progression of children’s writing along a de-

velopmental continvum, originating with their early attempts to make meaning ot
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paper through scribbling and drawing to later refinements including the use of con-
ventional spelling, grammar, and mechanics.

i7" One note of caution should be sounded at this point: Although we may discuss
oral language, writing, and reading development in terms of stages through whi
thildren pass, we want to emphasize to teachers that they should not use this in-
dormation to try to hasten development or expect that children will—or even
should—pass through each stage of development in the order described. Rather,
-;!::Eilchers should use this information as a basis for understanding and supporting
'r_.__ildren’s language learning by providing an environment rich in print and print
(e, gentle guidance, and enthusiastic encouragement as children struggle to solve
r_'Ehe. language and literacy puzzle. Just as children learned 10 speak within a nur-
glurmg home environmenu filled with supportive oral language users, they will de-
‘:'E:v"e_lop into readers and writers within print-rich school and home environments
-;%_(ﬂlled with the support and encouragernent of other competent and caring readers
tind writers. Figure 8.11 integrates information about oral language, reading, and
f_f;:'ilir\g development to show that these modes of language learning are develop-
“Zentally similar.

203
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Unique Writing Patterns Used by Authors

Narrative texts (fiction) are organized in 4 story grammar scheme using such common
elements as setting, theme, characterization, plot, and resolution. Expository text
(nonfiction), however, is quite different: Its structure tends 1o be much more conpact,
detailed, and explanatory (Heilman et al., 2001). Five common expository text struc-
tures have been described {Meyer & Freedle, 1984; Williams, 2005): description, col-
lection, causation, problern/solution, and comparison. When preparing [0 teach units
in the content areas, teachers need to establish which expository text structures are
used and organize [or Instruction accordingly. Here are the five exposilory text pat-
terns identified earlier along with examples raken from content texthooks,

Description: Explains something about a topic or presents a characteristic
ar setting for a topic.



Figure 8.11 Development Across the Language Modes
of nr'\l I‘Jﬂ!{l.l‘;l}..L, !{t.'ﬂ{lma, and \\Tntmq

Ficture-governed atternpls:
Slory not formed

= ST G - D

Picture-governed aitempts:
tory formed

P o
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| Ficlure-gover ned attempts _l :
|| Writl=n language like—print not '

| watched

'] Print-governed atiempts:
Print watched

| Print-govemed attempis:

| Strategies imbalanced

Decimals are another way 1o write fractions when the

denominators are 10, 100, and so on.

(lrom Merrifl Mathematics [Grade 5/, 1985, p. 247)
Collection: A number of descriptions (specifics, characieristics, or settings)
presented together.

Water Habitats

Freshwater habitats are found in ponds, bogs, swamps, lakes, and
rivers, Each freshwater habitat has special kinds of plants and
animals that live there. Some plants and a2nimals live in waters that
are very cold, Others live in waters that are warm. Some plants and
animals adapt to waters that flow fast. Crhers adapt to still water.

: (from derril Science {Grade 3/, 1989, p. 226)

.- Causation: Elements grouped according to time sequence with a

. cause-effect relationship specified.

Armoerica Enters the War

On Sunday, December 7, 1941, World War 11 came to the United
States. Al 7:55 A.M. Japanese warplanes swooped through the
clouds above Pear]l Harbor. Pearl Harbor was the American naval
base in the Hawaiian Islands. A deadly load of bombs was
dropped on the American ships and airfield. Tt was a day,
Roosevelt said, that would “live in infamy.” Infamy (IN. fuh. mee)
means “remembered for being evil.”

293
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The United States had been attacked. That meant war.
(From The Uasted Stetes: fis His
Jovangvich, 1985, @ 493)

oy and Nelghbors [Grode 3 Haccourt Brace

Problemy/Sofution: Includes a telationship (between a problem and its
possible causelsD) and a set of solution p ilities, one of which can
treak the link berween the problen and s cause.
Agreement by Compromise (Events That Led to the Civil War)
For a while

there was an equal number of §

ithern and Northern

voles in the Senate, so they usually reached agreement on new

laws by compromise,

(from The Cltzd Stares avnd the Qiber Amarvicas {Grade 5 Macmilian, 1980, p. 190
Comparison: Organizes faciors on the basis of differences and sinalarities.
Comnparison does not contain elements of sequence or causality.

Segregation

Segregation laws said that blacks had to live separate, or apart,
from whites. Like whites, during segregation blacks had their own
parks, hospitals, and swimming pools. Theaters, buses, and trains
were segregated.

Many people said that the segregation laws were unfair. But
in 1896, the Supreme Court ruled segregation legal if the separate
facilities for blacks were equal to those for whites. “Separate but
equal” became the law in many parts of the country.

But separate was not equal. . . . Cne of the most serious
problems was education, Black parents felt that their studernts
were not receiving an cqual education in segregated schools,
Sometimes the segregated schools had reachers who were not as
well educated as teachers in the white schools. Textbooks were
often very old and out-of-date, if they had any bocks at all. But in
many of the white schools the books were the newest ones.
Without 2 good education, the blacks argued, their students
would not be able 1o ger good jobs as adults.

Finally in 1954, the Supreme Court clianged the law,

{Adupied frony The American People {Crade 6] Americun Baok Company,
1982, p. 364)
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What Are the Writing Skills to Be Learned

at Each Grade Level (K-6)?

Burns, Grilfin, and Snow {195)9); in their book Starting Owt Right, summarize rhg
skills 10 be Jearned in wriilhg for grades K through 3 according 1o scientific
search. These should be viewed as “end-of-year benchmark skills,” or turgets fi
every child to attain by the end of the school year in order to be on rack in biso
her development.
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Kindergarten

. Writes uppercase and lowercase lerers

Writes own name

Uses invenred spellings 10 express meaning

Uses invented spellings to write teacher-dictated words

Is becoming aware of the differences berween kid writing and conventional
writing

First Grade

Spells three- and four-leter short vowel words conventionally

Writes texts for others to read

Wrltes independently using a mix of invented and conventional spellings
Uses basic or terminal punciuation (periods, question marks, exclamation
poims) and capitalization

Produces a variety of types of compositions and texis (e.g., stories, informa-
ton lexts, poems, notes, recipes, journal entries)

Second Grade

Correctly spells previously studied words and spelling patterns in own writing
Represents the complete sound of the word when spelling independently
(invenied spellings)

Writes using formal language patterns rather than oral language patterns at
appropriate places in own writing

Makes reasonable judgments about what o include in own writing

Can discuss productively ways 1o improve own writing and that of others

Is able 1o use, with assistance, conferencing, revision, and editing processes
1o improve the quality of own writing

Writes informative, well-structured reports with assistance

Anends to speiling, mechanics, and presentarion for final products

Produces a variety of types of compositions

Third Grade

Begins to incorporate literary words, language patterns, figures of speech,
and elaborate descriptions in own wriling

Correctly spells previously studied words and spelling patterns in own writing
Combines information from multiple sources in writing reports

Productively discusses ways to clarify own writing and that of others

Uses conferencing, revision, and editing processes 1o improve the quality of
OWn Writing

Independently reviews work for spelling, mechanics, and presentation
Produces a variety of written work in various formats including multimedia
forms

Source: Adapred from pp, B3, 107, 118-119 of Starting Out Right: A Guide o Promoting Children’s
Reading Success by the National Research Council. Copyright 1999 by the Narional Academy of
Science. Washington, D.C.: National Academies Press, Used with permission,

Teachers in grades 46 must also have a clear understanding of the writing skills'
apected of normally developing students. In this section, we provide you with our
adaptation of the grade-level goals and accompanying performance objectives
developed by the state of California. Because they are founded on evidence-based
reading research, the California standards essentially mirror those developed by the
other states (see Figure 8.12).
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ngure 8 12 Writing St 'ndmdx for Grades 44

.

|
|
|

- #5413 Use tradlﬂonai gtruciufes fﬁrconmylng mfarmahnn (e O chmncﬁogmal order, -

b Desr;nhe the seﬂmg

STANDARD 1: w‘mea .$TF[ATEGIES}f

‘Coding. Sys;tem

First numeral = Grads evel expccmtmn
Second numeral . Staridard
Third numgral = Skl numhu

. Examgle: 5.2 3= F|f1h atade axpattation, ::sandard 2 {Writing ﬂ\ppilcanons Skill #3

{Wfrite: .Pgmruh repo HES anoullmnoahnf ideas, issues, or events, . .}

oy s Stﬂndards i: Grades 46 :
Grade 4: SlUdEntS write claar, conherent "E:ﬂ'lEI'I-.fE’Cs and pardgraphs tha[ rde\.r lop a

ceniral idea, Their writing shows 1hey consideriha &Jdlt.ﬂ[:'e and purpose. Studants
progress through the stages of the wr.*ung pmress {eig; prewmmg d;anmg, revis-

ing, editing suctessive. yersions).

Grade 5 «:.ludents wnte Gl'aaf -::chare-r.t and focu sed essays, :he \n.rtlmg exfnb;.s '

s duchor’s SLppurtsng av.rlderc-a and. corclusaons Bludcnts pmgresq !hmugh fhEu
" gtages of ihe I.-.'rmng process:as needed. :

Grade 6: Siudents write: clear, r-c:-herem anu fot:u«sed essays Tne wntmg exhbbns
studems awareness of tha auchem:ﬁ and purpo;L quays n:tml:un formal mtroduc-

ions, suppor'nng emdsnce and mncjuamns Studema ﬂIGQTI‘SS thmugh 'he staqsﬁl

of: thr_x wrmng pmce:.ﬁ :1& nﬁedeﬂ

Performance Ob_;ecnves' Grades 4—6
Grgamzaz‘zon and Focus

=411 Seleet afocus, an crgamzmlnn?a strueture, and a pnln‘f of vlew Ijased umn

pmpose audience, tength, and farmat requlremems

v 42 Creale’ multnpla pafagraph mmpcmtlona 2

a. F'mwde an uﬂrcdumory paragmph

d s Estabhsf‘ and support 4 centml ld\ea wnh a topm sentence at or near, lhe begmnrng

* of the first paragraph.
etk '-Include supportlng paragraphs wu!h srmp!e tﬂcts detaﬂs and explanatlons
'd. Conclude with a paragraph that. summanzes the pol nts :
€. Use camrect Indention”) 17

! caUse and efiect slrnlarw and differenics; and pnslng am:i answermg a questlon)
5.1:1.Create mulnPIe parﬂgraph narralwe cnmposa!mm ) :
a:: Estabhsh and deva!op & snuatmn or: pim

"’c Present.an: ending. -

. 5 a2 Craate mu]nple Ua'agraph exposllory composnmns.

. Estabhsn a tupm: lmpertant ideas;'or sventsin sequence or. chronuluglcai order

b Frovide ‘detalls and. iransnmnat uxpress!ons that an cma paragraph to another G

" In'a-clear line of thuught
X Dﬁer i} mnc!udmg paragraph thal s 5urnrnanzes |muortant |deas and detanls
» 6.1.1 Choose the form of wiifing {6.9., personal letter, letter to the editor, review,
‘poem repart, narraﬂve) it best suits the intended purpose. :

s S 1:2'Credte miltiple- paragraph exposnory camposltlons :

a. Engaga the interest of the reader and state a clear pl
B Demalop the toplc with suppomng datarls ‘and prec,se erh=; nouns and adjecuves.
~topdint a visual fmage in the rnmd o’r the reader

hda ot =

c Conciuda w:m a detafled summary Imked to tha purpose of the composmon I

RPN
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Figure 8.12 (Continved)

(continued)
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Two wiiting assessment perspectives are cormumnonly thought of when analyzing student
compositions (Moskal, 2003) analytic scoring rubrics and bolistic scoring rubrics. A
third assessment model that essennially combines holistic and analyiic methods uses rrai

rubrics (Shermis et al., 2006). Each of rhese methods will be briefly described in this sec-

tHon. First, wi 1alee a look at some general guidelines for consiructing writing rubics.

Rubrics and Writing Assessment: Some Things to Remember

Moskal (2003) olfers usciul advice w teachers about irmplementing writing rubrics in
their classrooms. This advice applies o all three types of writing assessment we will
discuss in this chapter.

First, when developing scoring mibrics for writing, teachers should be certain that
the assessrent criieria are aligned with stale requirements and objectives. Many stales
have their own rubrics and timelines for writing assessment, and students should be
given ample opportunities to practice the kinds of writing on which they will be eval-
nated. The state of Florida has a very helpful Web site for reachers that provides this (-
formation (see the “Sunshine State Stindaids” online at AupHwww firn.edu/dos
mernu/sss.bin).

Second, rubric criteria should be (1) expressed in terms of observable behaviors,
(2) wrinen in specific, clear, and meaningful language, and (3) designate clear dis-
tinctions between scoring levels. Third, rubric criteria should be explained o stu-
dents prior to the writing experience. These criteria should be communicated o
students in language that is easy for them to understand.

When conducting a writing assessment, teachers should ensure that students
have easy access to appropriate writing tools (e.g. updated dictionaries, thesaurns,
ample wriling materials, compurer access, etc.) that support the completon of as-
sessment activities. Fourth, the rubric criteria should be fair and free trom bias.

Analytic Scoring Rubrics

Analytic scoring rubrics divide writing performance into sepirate components.
Each component is evaluated using a separate scale. The “Big Five” writing traits that
are most often evaluated (bherims et al., 2006) are:

= content

e Creafivity

+ style

= mechanics
* Organization

Because only one of the "Big Five” uaits is examined in the analytical model of wiit-
ing assessmen, all that is required in the simplest kind of analytic scoring rubric {s a
3 p or the student's name, date, the specified trait, and a numerical scale (usvally
to SYfor rating student pesformance. In group settings, we recommend that teach-
ers read all student compositions ornce without grading to get 4 feel for the range of
development in: the class before assigning numerical values to each paper.
Figure 8.13 shows an example of a simple anaiytic scoring rubric for writing me-
chanics that have been studied in grade 4. This example uses criteria from Tinkeroy
Writing: A Systematic Approach for Grades k=5 (K. 3. Cooter, 2006).
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Figure 8.13 A Grade 4 End-of-Year Analytic Scoring Rubric: Mechanics

Tralt Mechamcs of Wntmg

\ 1. Three paragraphs with 1"—15 seniences L) ol e gy 4 5
2 Included 4Ws andanHin compos:hon 1 i S P e sl |
3. /Accurata spelling. khroughoul 1 G2 T A is 5
4. cowplated compusa'lon in: 30 mmmes 1 ] AL R b |

Holistic Scoring Rubrics

Holistic scoring rubrics use a single scale to evaluate the larger writing process
(Moskal, 2003). Pur another way, holistic scoring has teachers evaluate a piece of
writing for its overall quality (i.e., all of the traits that make up the writing task are
evaluated in combination), This method is sometimes called focused holistic scor-
ing, and teachers are encouraged not to become overly concerned with any one
aspect of writing but to look at the composition as a whole.

Many states olfer holistic scoring rubrics for teachers to use in preparing their stu-
dents for high-stakes testing (1.e., testing linked to the No Child Left Behind federal leg-
islation). Figure 8.14 features (h(' rubric offered to Florida teachers for holisiic scoring.

The Florida Department of Education also offers on its Web site descriptors for
specific writing scores to assist in further imerpreiing the holistic scoring rubric (see
Figure 8.15). We offer these as exemplars of interpretations of levels of achievement
that align with numerical scores on the rubric.

The Six-Trait Model for Writing Assessment

In 1983, the Beaverton Oregon school district sought a means of assessing student
wiiting thar could lead to more effective writing instruction. The district examined
research conducted by Paul Diederich (1974) featured in his book Measuring
Growth in Englisk. Diederich had assembled a group of writers, editors, attorneys,
business executives, and English, natural science, and social science teachers and
asked them to read student essays and rank order them into three groups: effective,
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fure 8.14 Example of a Holistic Scoring Rubric

6 Painls

The writing is focused, purpeseful. and reflects insigntinte the writing situation: The paper conveys a sense of
completeness _cmc- whaoleness with adherence te the main | idea; and its orgenrzetronal pattar provides for a logical
progression of ideas. The suppor! is substantial, spécific, relevant, conc rete, andlor liustrative. The paper demonstrates
a commitment fo and ari invalvement with the subject, clarity in presentation of ideas, and may use creative writi g
sirategies a JFI.F"‘DI'larf‘ to the purpose of the paper. The writing demonstrates a mature command of language {word:
chioice) wilhi freshness of expréssion. Sentence structure is varied, and senlences are complate except when
fragments are tsed purposafully. Few, it any, convention arrors aceur in mechanics, usage, and punctiation,

5 Points

The eriirrq focuses:on fhe fopic, and its organizational pattern provides for a progression of ideas, aithough some
lapsee may occur, Thé paper conveys a sense of completeness or wholeness. The support is ample. The writing
demonstrates-a malure command of lanauage, inciuding precision In word chaice. There is variation i sentence
structure, and, with rare exceptions, sentences are complete except when fragments are used purpmr:f_ﬂly The
vaper generdrly ollows the convenreﬂt. of mechanics, Usage, and spelling,

4 Points 1 :

The wrr'(rg isigenerally focused on the topic but may.include extranecus. or loosely related material. An
‘organizational pattern‘is apparent, althougfh some lapses may occur. The paper exhibits some sense of
completeness or whioleness: The wpport int ludrng word choice, I .:dequate ithaugh deve!opmenl may be
uneve iera-is lmle variation In sentei etructum and: moc;t sentences are compigte: The paper generally
ro Ior-.k.ihe c__nvenrlons of 1eohanrt 4. Lrs.—‘:ue and spe rlng :

3:Points -

The writing is-geperally.focused on the 1op|u but may include extraneous or loosely .releted matetial. An
orgamzatronal pattern| has been attempted, but'the paper may lack 2 sense of comp etnnoas or wholeness. Some
:,sup ortis: included, but developmem & erratic. Word choice is adequme but may be limited; predictable, or.

: re-igfittle, if any, varation in senfence siructurs. Knowledge of:the conventions:of

is L.:-.:Llally demonecreled and COmmonIy used.words are-usually spelled correctiy

meéchanics and Usag
2:Peints
T. wrrtrn 's related to the toprc but inclide extranaous & oF | oonely related material. Little evidence of an

tern may be demonstrated -and the paper may lack asensa of completeness or: whoieness
‘rt of SUpport |s madequale or ||[csg|cal Word choice is: ||mrled |nap|:;roprra!e or vague. There is hme |T

i he respon eis’al copy ofd pub!zshed work,
e the student refused io write:

g are erranged in cur‘h a.way that no meaning is conveyed).
ount of writing to determine if the'student was attempting to address the

pt.
"‘Wrrtrng folder isblank:

ree: Honcl 1 Writing Assessment Progrnm -FLORIDA WR!’T'I:S' UJHp //rr wrujrrn edu/doe/s.c.‘\/fu/fwapmbr hirm). anmpiL of & Holistic
aring Rubric appeurs by permission of the Florida Deparmment of Education, Assessment and School Performance Office, Tallahassee,
sricla 32399-0400.
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gure 8.15 De-\cnpnon of \K!ntmg Scores for a Holistic Rubric (Florida)

For 'he Florida Writing ASSEE%'F‘EHI 3 tudents are gn.ren 45 minutés o read their assngned topic plan what to write,
and then write the,: responses. The' descrlptsl::uns ot elew:n posslble scores from'B, 0 1.0 are given balow.. 4 i
Score 8.0 . : i e : : ;
The writing focuges on the: .{)plG 5 Iag ically. e’gen:zed f..rl:! inciudee ample: deve!opmem of supportmg ideas or =

; emmpFee [t nerno-latretes a malure command of 'angume Includi ng precision in word choice. Sentencee vary In *
bt’UCtUrE Punctuation, cap:lahzatten and ﬁpelhng are generally ﬂerrerl

Scors 5.5

Thewriting was given a 5 by one real:ie' aru:i (s} by the other reader,

Scora 5:0; ;

The writing focuses on the toplc with adequa[e devefopment of supporiing u:ieas oriexamples. It has an
orgamzdmnal paﬁern though lapses may occur. Word choice is atreouale Sentences vary in etrumme
Punctuation, capltahzahon and speling are generally correct.
~Score 4.5:"

The wntmg was gwen a 4 by one reader anda 5 by ihe other reader.;

Score 4.0 - :
The'writing focuses on the topic; thaugh it may cantain extraneous mformatton An organizational pattern is
evident, but lapses may occur. Sorme supporiing Ideas gontain specifics and details, but others are not develaped.

£
Word choice is adequate. Sentences vary somewhat in structure, theugh many are sumple Punctuation and =i
capitalization are sometimes incorrect; but moqt commenly used words are spe lled correctly,

|

Score 3.5 g ; i 5 : ;
The .r.rnmg was givena 3 by ane iec-.der a d a 4 by Jhe other reader, < i . 3 ‘
|

|

Score 3.0
The wiiting generaity focuses an fhe laplc, though it may m:rnt-.:nn exlraneouq mforme.uen An orgamzahonal pane |
- has been artemp!ed but 1apses may occur: Some of the suppornng |deas oF exaﬂple-x may 1ot be daveloped.

Word shoice s aclequale Sentences vary, smnewhet in strurture meuqh many are’ simple. Punctuation and
; capltahzatlen are sn’nahmeﬁ mcurrem bul meﬁl cemmonl:.r used wurds are ege I!el:l enrrectly

~ Beora 215! : i

' The writing was given a 2 by one reader and a 3 by the: oiher reader
i Scara 2 0 : s ; i
i The wr:tlng may be slightly: related to the fopic er offer; Iuﬂ!e re]e'u'an! mformatuen ‘and few eupportu*g ldeas or: .
; examples. Thereis [ittle svidence of an ergamzaimnal patiern Werd choise. 'Tlay be limited or immature. Sentences
¢ may be i mﬂed o ssmple censtrucuens Frequem errors mﬂy en:ur in punctuatzen capalahzatlon -md spelhng
| Boore .5 : : o

The wrmng was leen at by orie reader 'md a2 byr.he elher reader

- Score 1.0: SE
«The wnt;ng may only mm:ma\ly address 1ha toplc because lhere s mﬂo orno deveiopmenl of- suppomng ideas or
i examples No orgamzatmnar patlem is BVrdErﬂ ideas are prowded through lists; and-word ehoice isfimifed or

: 1rnrna1ure Unrelated |nfor:nal|on ma-,r be mcluded Frequent ef rers in punciuatlun caplrahzatlon, and spelllng may

Sertree: Florida Wril'mg Assessment Program-FLORIDA WRITES! (bup:/uww. firn.edw/doe/sasfuyfivapscor.bm). “Descripton of Writing

ezres for 4 Holistic Rubric” appears by permission of the Florida Depanment of Education, Assessment and School Performance Office,
Tailahassee, Florida 32399-0400.

£$0mew1m[ effective, and problematic. The group was also asked to discuss why they
hid ranked the papers as they had. Interestingly, Diederich found that the various
members of the group described virtually the same qualities in the writing samples,
‘ncluding ideas and content, organizational structure, voice, and mechanics.

= Beaverion teachers decided to repeat Diederich’s study with a group of 17 teach-
-&sand a writing consultant. They read, rank ordered, and took notes on hundreds
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of student papers and found that they largely agreed with Diederich's conclusions.
The Beaverton teachers’ notes were eventually condensed into a six-trait scoring
guice. This six-trait mode! was adopted by the Oregon Department of Education for
use in its stalewide writing assessment. The ODE continued to develop and refine
the six-trait scoring guide, which has became quite popular in school districts across

the United States. Oregon currently uses 2 six-point scale for measuring performance
on each writing trair. In ciion, we describe the six traits and scoring guide-

lines used by the ODE.

Describing the Six Traits of Writing. Here is a brief description of the six waits for
scoring student writing samples drawn from the Oregon Department of Educzlion's Web
site al wipw.ode.state.orus. The ODE aiteria for evaluating the traits are also included.

1. Ideas and content. This trait refers to the writer's main ideas, purpose for
writing, and supporting details. It focuses on how well the writer communicates and
supports his or her ideas through the provision of examples, facts, anccdotes,
and details appropriate to the target audience. ODE criterion: The ideas are clear,
Jocused, complete, and well-developed with specific deiails.

2. Organization. This rrair has w do with the structure of a written compasi-
ton, including the writer's ability 10 hold the ¢entral meaning throughout the docu-
ment. It focuses on how well the writer is able o organize information in a clear
sequence and make connections and transitions among ideas, sentences, and para-
graphs. ODE criterion: The paper moves naturally from one idea 1o the next, with a
stromg baginning and ending.

3. Voice. Here the writer demonstrates his or her unique quality of expres-
sion, Voice is closely allied 1o style, which is the manner in which the author
expresses himsedf or herself. Style can be formal, casual, academic, or ancedotal.
QDE criterion: The writing style is lively and interesting and is appropriate to the
audience and topic.

4. Word choice. Mark Twain once said that the difference berween a word and just
the right word is like the difference between lghming and lghining bug. In relation o
this mrait, we evzluate the writer's use of words that are appropriate 1o the topic and -
dience, as well as her or his ability to convey the intended message and emotion. ODE
criterion: Words are carefully selected to convey precise meaning, images, and tone.

5. Sentence fluency, This trail relates 10 the writer's understanding and appli-
cation of the underlying structures of language. When read aloud, the writing should
create 2 natural flow of language. ODE criterion: Sentences are smooth, varied, and
carefully constructed.

6. Conventions. The sixth trait focuses on the writer's knowledge of spelling,
gramumar, punctuation, capitalization, and penmanship—the mechanics of writing.
ODE critedeon: Correct spelling, grammar, usage, punctuation, capilalization, and
paragrapbing are used throughout the paper.

Rubrics for Evaluation of the Six Traits. Over the years, six wait scoring has
been revised and marketed by various consultants and companies, each evidenc-
ing a unigue twist on the popular model. Scme evaluate each truit using a three-
point, five-point, or six-point scale. We share with you in Figure 8.16 a six-point
rubric derived from the one used by the Oregon Department of Education (n.d.).

Scoring six traits on six levels can be tdme-consuming for pusy classroom
teachers, s0 we have crafted an alternative three-level scoring for yous consideration
(see Figure 8.17).
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igure 8.16  Scoring Rubric for the Six Traits

Ex‘empiaw ; lThe paper sf"owaj outstandlng performance and excephonal control in

this 1ra\t of -'.rrlhng

5 3 Strnhg‘ e i ' I'he paper shcwed many strengtha andithe wriler seemed 10 be perecting::

; - | contral of the Writing, :
4 : ‘. Pquic_iept_ i ':Tha paper shn_wad mure' str,eng_thé thanweaknesses, and the writer.
a2t seemed fo be gaining control of the witing.
3 Déveléping ' ; The paper needs further development in thls trait because the writer
N seemed only partially.in-conircl of the wntlng

2 Emerging - | The paper needs quile a bnt more development bu! the writer is
addressing this writing trai.

1= ._ - Beginning -The papar needs sngnmcam dcveiopment and represents a very begmmng
‘effort.

el |

igure 8.17 An Alternate Three-Level Scoring Rubric for the Six Traits

Proficient/Exemplary "fouté.'-armmg';éersorrra'nc:a' and exceptional control In'friis trait of wriling.

T ‘ -'-Deqelqpihg ' ; S::ume ew._iﬂ:arra otthe!ran buHurlherdevelopment is negded.

i | Emergent HEP[ESBI‘I'[S I|ttie urna Euldence m this trait.

PEE T Yoo T w PR
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L G - R A A A

&l NG A LR &

Inderstanding the Writing Process

Vriting process instruction (e ches the kinds of thmkmg PTC)CESHDS xk:]led writers use

“zarn from modols of good wutmg how sklllful writers pamt pictures with words, how
ey choose words that convey just the right meaning, and craft sentences that grab
Je attention of readers. Through writing process instruction, children become word-
miths and begin to enjoy the works of cther authors on new and higher levels.

Writing instruction has changed significantly in recent years. Teachers once as-
igned students writing tasks such as preparing essays, reports, or research papers,
xpected studems to submir one draft of their work dﬂd then moved on to the next
bt writing was 2 one- -phase _procef;s that resulted in ezrhex ~3_L£cess or tgmﬁ_ In re-
ent years, researcher-practitioners like Donald Graves (1983) and his protégé Lucy
alkins (1994) have helped teachers (and students) understand that writing is a
ocess rather than a one-time, “quick-and-dirty” project. Children are taught to un-
lerstand and use the phases of authorship.
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“Kids in the News,"
LR PREP ey plains how students
in grades 5-8 research
and write scripts for a school
news program. Access the
Teacher Prep Website
(www.prenhall.comiieacherprep)
Strategies and Lessons—
Language Arts Methods/Writing.

o,
t“&\f Cooperative Groups
TEACHER PEF regearch and write about
a skate history project to

present in a newscast. Visit the
Teacher Prep Website
fwww prenhall com/teacherprep)
and select Strategies and Lessons—
Language Arts Methods/Writing 1o
read “State History Bites in the
Marning News.”

1|:'||" BTOEDSS. " |
DbJLrve Gth grade students as 'ruy begin-the prewritmg
tage f {he Wriling process. Access Langage Ars Videos-Video |
nthe Teacher Prep Webse (wiwwiprenhall coiniteacherpren). ¥ou
may fespond 10 accompa rwn}} fue \tun.s that can be printedor sent directly. to -
S Yo Instnuctor,

erces avallable in the dassraom
material 3 teacher tan expect students

. .'1:. Vot view the.clip, note the kinds of Irfe
and determine wi .31 bypesof n:fclen-
toruse independenthy,

« How does nh:' tercher review ‘hmal_ PrOCEss steps with theim ?'l-lufh-i\ P\EITI[_JEH
L indicate independ E[||.¢_|J|..|IL|1|.|€;I by the students?

« Do these references lead-a writer Loward opportunties lm criticel thinking.:
and reflection? I so, how?: .
[ mem_&aM*mw.}haﬁ..atm #E.Eﬂﬂn_:}mﬁ‘ﬂﬁéﬁ'ﬁ;'ﬂ:m

Writers do not move rigidly from one stage of writing to another. They some-
limes move back and forth from one phase 1o another, or even quit in the middle ol
one writing project 1o start anoiher.

it can be very instructive to examine the various stages through which writers
progress in producing text. These stages have been identified as preswriting, drafting,
revising and editing, and publishing. As teachers, we are in a posirion o help stu-
dents learn these stages through our modeling, mini-lessons, and praciice sessions.

Prewriting Stage. Prewriting is the getting-ready-to-write stage (Tompkins,
2004). Writing begins with an idea or message the writer wants to express. Many
teachers help srudents begin the writing process by asking them to brainstorm a
list of topics they might be interesied in writing about at some point in the future,
These should be topics thar generate a certain amount of emotion in the studenr,
as it is this emotional engagement that helps drive the entire writing process
through to completion.

Donald Graves, in his classic Writing: Teachers and Children at Work {1983),
suggests that teachers model each of the stages in the writing process w help su-
dents see adult examples. For this first step of brainstorming, the teacher might Lt
“at the overhead projector or chalkboard several topics that he or she is interested in
wriling about—sailing, collecting antigues, attending wrestling matches, or traveling
to South Pucific islands. It is important that teachers explain to the class why cach
topic is appealing to thc_m—g brainstorming session sometimes helps childrenwho
e aving difficulty dzscoveung topics of interest, The key to success is helping st-
dents find topics rhat generate emotion, which helps drive the entire writing process
through to completion.

Afier students have selected an interesting topic, they gather infocmation. This
information-gathering may be simply recalling a special event in their life, or thinking
abour a Favorite place, or trying to imagine what life might have been like before tel-
evision. Depending on their purpose for writing, stndents may need to go o the library
to gather informarion, surf the Internet for the latest news on their subject, interview
peopie in their family or community, or write o local, stute, or fedeval agencies.
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Once the student-writer has settled on a opic and collected useful support in- %
i 1 he i . : PO e “Quick Writes and ._/,’
wtion, he or she is ready 10 begin organizing ideas for presentation—in short,. to ick Drawe® aravid (mcm -
:lop a plan for writing of some kind. This plan's form is relatively unimportant, g”:; [Srtar‘]\: provide

: : - r . .- uden
the writer should have some kind of organizational scheme for the composition. opportunity to sespond to
step helps make the picce clea{,‘ concise, .and thorou.gh. Sevleral torma[:»; de- lterature in an imprompl
ng the story theme “My Birthday Trip to Universal Studios,” written by an intet- setting. Learn more in
iate student named Jina, are presented as examples in Figures 8.18 and 8.19. Strategies and Lessons—HReading
Sometimes children have a difficult time getting started with their composi-  Methods/Writing at the Teacher
. or even coming up with an idea compelling enough to commit to paper. In Prep Website (wwprenhalicom/
sitvation, it is usually helpful 1o engage in free writing. During free writing,  teacherprep).

ure 8.18 Semantic Web
:iw:?. i | ; Hys n Ly
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Figure 8.19 Structured Overview
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students simply sit for a sustained period of time and write down anything at
all that comes to mind. What often emerges is a rather rambpling namative with
many idea fragments. Lucy Calking (1986, 1994) suggests that children begin Jree,
writes by simply listing things in their immediate environment until they come to
an idea they wish to write about, After students have an organized set of ideas
about which 1o write and have constructed alternative leads, they are ready for
the drafling stage.

Drafting Stage. The drafting stage represents an author's first attempt to get ideas
down on paper Teachers should emphasize that thc_m{h' irmportant part of drafi-
ing is sim erting thou thoug)’Ls_‘ lown on paper, not mechanical correctness. A tirst
draft is often referred 10 as ['sloppy copy Such fine points as verb tense, agree-
ment, subject-verb or spelling correciness are notf important at this stage. Rather,
the expression of ideas is the paramount consideration, The following are useful

tips for students as they draft:

b o B



= Write as though you were telling a story to an in-
terested friend.

* Use your own “voice” instead of trying to sound
like your favorite author,

e Use words that create a picture in the reader’s
mind. Your words should be descriptive and clear,

* Be sure o describe sights, sounds, smells, and
other sensory images that are impornant parts of
the story you want to tell.

* Say what you want o say directly. (More is not
necessarily better. Sometimes less is more if words
are chosen well)

During the drafling process, the writer can create sev-
it opening sentences or alternative leads for his or her
rce. Huving an interesting beginning, one that grabs the
ider, helps create a successful composition. For exam-
2, Jina might have begun her story like this:

Etlen B. Senist/Elen Sedalsi

Gn my birthday my family and 1 went to Universal Studios.
It was 2 very fun day that T will never forger.

a the other hand, if Jina wrote several alternative leads, then picked the most
citing one to begin her story, perhaps she would come up with an introduction
e this:

~Imagine a binhday party with King Kong, E.T,, and the stars from Miami Vice as your
. guests! That's exactly what happened to me on my 13th birthday. If you think that's
*something, hold on to your seat while I tell you the rest of my story.

. Stuggling students may have difficulty getting their ideas down on paper the
Gt time they atiempt to draft. Frequently their handwriting ability impedes the flow
{their ideas. One solution is to have students dictate their story into a tape recorder
ad then transcribe the story onto paper later. This solution helps keep struggling
1dents from becoming frustrated and improves their ability to transcribe a compo-
tion to paper. Another option is to allow students to dictate their story to an older
(pdcnt or 4 peer witor. The advantage here is thar the storyteller can get valuable
nd bnmediate feedback from the peer tutor, aiding in the clarity of the composition.

Effective Practice

309



N

"
310 TChapterS Writing

whatkmds af mmmenfs da rh:y share wnh each eﬁm? )
What is ti .Errﬂe of ‘El‘iF teachu in this scl‘tlng? '

Revising and Editing. Once the draft has been completed, the author is ready 10
begin the stages of revising and editing. Revising, or “re-visioning” (tuking 2 sec-
ond lock), is changing the first draft 1o include new ideas—or perhaps o rewrrange
current ideas—to improve it. Editing is rereading the manuscript to find errors and
omissions. This phase of the writing process is often a joint effort berween the
author and pecr editars—ofien classmates—who offer constructive crincisi.

The revision process can begin in many ways. Perhaps the most traditional
method is the student-teacher writing conference, in which students meet with the
teacher after she has read the composition. The teacher asks questions and offers
suggestions for sevisions. Some teachess like 1o use a form flor recording their comn-
ments (see Figure 8.20)

Anocther aption for helping students improve their compositons {s peer editing.
Many students prefer to ger suggestions from their peers before the final publishing
stage. Peer editing allows students to help each other in a collaborative and risk-free

anure 8. 20 \anung Evaiuanon Form

i
£
2-1
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awironment. Though some students are able to work one-on-one with their peers
uccessfully, peer editing is often more effective in small groups known as teacherless
writing teams or peer editing conferences. Three to four students work together
""G‘p“rodnwmelr‘besrwork ~Ateachrstage-of the writing process, students share their
work with their team, and team members question the author and offer suggestions
forlmplovemem
. During the editing process, students check compositions for misspelled words,
’Sl:ﬁ_agﬁ BITOFS, POOF sentence construction, missing topic sentences, awkward lan-
fuage, and coherence. Many teachers encourage students to use word banks (key
word lists on the subject), a thesaurus, and a dictionary or the spelling and grammar
Hn:tking features on word processing programs. Although some advocate the use
bf reference tools during the drafiing stage, Calkins (1986, 1994) recommends re-
acrvmg thern for these final stages of the writing process.
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Figure 8.21 Proofreaders’ Marks

Text with Proofreader Markings  Expianation

injured
Jamie carried !he/\puppy home, A is for inseriing missing words
d
Lal's gofio Mark's houseover! U lor moving text i

Let's go to Mark’s house m—m/QJ & for marking out text

During the editing stage, writers use proofreaders’ marks. These are notations
that an author uses o add, delete, or rearrange information on maruscripts. Figure 8.21
features several examples of proofreaders’s marks teachers might consider demonstrat-
ing to young wrilers.

Many schools now provide students with personal computers (PCs} for writing
projects. These make the cditing process both quick and relatively painless, bt stu-
dents must first learn keyboarding skills. Selected computer applications for assist-
ing writing deveiopment are discussed in greater detail later in this chapter.

Publishing. A natural desire for most authors, young or seasoned, is to share their
cornposition with an audience. For children, publishing can take many exciting
forms. One publishing experience common in elemeniary classrooms is called the
author’s chair. Each day at a designated time, young authors who have completed
a composition can sign up 1o share their most recent compositions in the author's
chair. When the appointed 1ime arrives, students take turns reading their creations o
the class, answering questions about their story, and reaping generous applause.
Other forms of publishing include letter writing to pen pals, school officials, favorite
authors, and rnedia stars, or making stories into classroom books, newspapers, and
yeuarbooks, The key 10 success in publishing is that students feel their writing proj-
ects have an audience.

Note the Kings ;"
aboui 1h€ smry i
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How Do Interactive Writing Procedures Help
Learners Acquire New Writing Skills?

YL T S W R W gw W R YN F o W

n this section we discuss ideas that may be called interactive writing (Gipe, 2006).
fhe idea is for the teacher o demonstrate new ideas about writing for learners in
heir zones of proximal_developmeni—ideas that bridge the reading and writing
Tocesses and | help students grow in each language area. We begin with a very flex-
ble method of writing instruction known as Writing Aloud, Writing To, followed by
iaivities that fit nicely into this paradigm. Later, we describe other activities thar
nitke writing connections with books and other texts for students, [ollowedl by book-
naking ideas.

Writing Aloud, Writing To: A Way of Structuring Your Teaching

(n read-aloud activities, teachers share books orally with siudents and model such
reading essentials as comprehension strategies and decoding skills, Writing Aloud,
Writing To (Coocter, 2002, Gunning, 2006) is an adaptation of Routman’s (1993)
technique for getiing students' attention and demonstrating various aspects of the
wiiting process. Writing Aloud, Writing To has been used with great success in the
Dallas Reading Plan, a massive teacher-education project in Texas, which resulted in
significant improvement in student writing and reading achievement levels. The Writ-
ing To part of Writing Aloud, Writing To comes from the notion of wriling to, with,
and by: in a balanced program of writing instruction, teachers should engage daily
in writing fo students (demonstrations and mini-lessons), writing with students
(gmd(,d practice sessions where students implement new writing 51\1115 with the help
of the reacher or a more skilled peer), and nd writing by studenis (independent writing
sessions where they practice their newly acquired skills).

.+ The materials you will use depend greatly on the kinds of writing strategies you
plan to model. In general, we like 10 use an overhead projector, transparencies, and eras-
able markers or a large tablet on an easel for writing demonstratons with groups. If the
demonstration involves a computer, it is usually best to conduct Wiiting Aloud, Writing
"70 sessions in small groups unless you have access to a computer projection system.

-

e ; anlf
“Mini-Lessons” give (:E-A-z”_ o
teacher an apporiunity to b h
provide shor, foctised
Instruction to small groups of

chillgren. Find out ways to
“briost” writing skills in your
future classroom as you read
this article in Strategies and
lessons—Llanguage Arls
Methods/\Writing at the Teacher
Prep Website (www prenhaflcom/
teacherhprep).

oy
Create a lesson through Z‘\_,\/
the Teacher Prep Welsite ( JERCEER Pty
= You will be guided
through the alignment of
standards, lesson ohjectives,
your infroduction, planning
for and sequencing lesson
activities and procedures,
planning for cngaing
assessment throughout the
lesson and planning end of
lesson assessment. You will
alse choose and list Lesson
materials/resources and
create adapted instruction (o
meet all needs of students.
This lesson can be sent to your
instructor through this link,
Select a children’s book to
feature in a “Writing Aloud,
Wwriting To" lesson that wilt
demonslirate a respanse to
literature. Reference grade
level information, tubric
samples and developmental
writing stages in this chapter as
you prepare tc “Think Aloud™.
Be sure to plan and record
explicitly what you will
model and <ay.
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As with materials, the straiegies you will employ will be based on the writing/
reading connections you choose to emphasize. Rouunan (1995) and Cooter (2002)
do, however, provide us with some useful tips,

» [n Writing Alond, Writing To, the wacher thinks aloud while writing in front
of the studenis.

« Students watch rthe teacher as he writes and sometimes read aloud with the
teacher as he says explicitly whar he is doing, This may include the writer's
thinking processes, format that has been chosen and why, layout of the piece,
spacing, handwiiting, spelling, punctuation, and discussion of vocabulary.

» Teachers help students relate the spoken word to the written word at ull thnes.

¢ The teacher often asks questions that relate 1o the conventions of writing or
features of texr.

A graphic was prepared for the Dallas Reading Academy (Cooter, 2002) that summia
rizes key elements of Wiiring Aloud, Writing To based on the work of Regie Routman
{1993). It is shown in Tigure 5.22.

Figure 8.22 Writing Aloud, Writing To
Why7? Examples
* To show we wrile for a purpose « Morning
+ To ilusirate thal reading and writing are « Daily news
reciprocat processes (they bulld each + Mini-lessons
other} » Regponses to literature
* To develop a sense of community in the =~ ! « Directions for routines
writing classroom 1

: il
ald
K : LAl Al
Teacher Modeling Of
1 » The conventions of print

« Writing in different genres
« Writing for different purposss
= The thinking involved when composing
« Strategies used by writers
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aved Writing, Shared writing is an opportunity for teachers and
Jdents to share the act of composing a piece of writing. Let's take
look at some highly effective ways 1eachers can “share the pencil”
ith children.

The Language Experience Approach is a m' .
perfect way for ELs to begin their w9l B
“writing” experience as they can diclale & S5
in their first language (using a peer-buddy

orning Message. A morning message is brief, no more than wo i
six sentences on the level of students’ ability to attend to and pro- | translator) or in English and therefore be
ice print (Payne & Schulman, 1998). Topics for the morning mes- | ‘”dUdEd in C‘355 activities. _i
ge are based on recent or upcoming school or class events and " I
eas or experiences individual students want o share. Typically, you, the teacher,
ilt write the first sentence of the morning message. It might read, “Good morn-
g, first grade! Today is ___ " or “Wow! Yesterday was really special because
" Leads such as this ger students reading and thinking to start the day.
Next, read the first sentence of the morning message aloud to students. Then,
hile pointing, have stdents read it with you. Ask students if they have anything
ey would like 10 write to fill in the next part of the morning message. As children
fer suggestions, ask them questions like, “What will we write first?” or “How many
wils do we hear in the first word? Let’s clap and count the scunds.” Sharing the
=n with students, write two 1o six sentences 1o complete the morning message.
In kinderganen and early first grade, some teachers prepare pictures to be used
| place of words to keep the writing of the morning message moving along more
ipidly, Bug by grades 2-3, mest students will be able to write their message quite
ipidly. Keep the editing tape handy so that you can fix mistakes in spelling, punc-
wtion, and capitalization as you talk about them. Morning message provides a nice
reans of sharing the responsibilities for writing berween students and reacher and
ran ideal segue into interactive writing,

ueractive Writing. An interactive writing session focuses on the teacher
uiting with children—what is sometimes called “sharing the pen” (McCarrier,
innell, & Fountas, 1999). Teachers use interactive writing 10o:

-« Connect reading and writing by using literature as a take-off point for writing
7 - reproductions, innovations, and new exts
¢ ++ Help stodents develop increasingly sophisticated writing skills
*» Demonstrate saying words slowly and connecting sounds in words to letters
© and letter combinations
- v ‘Expand students' repertoire of writing genres and forms
;¢ Help children learn how the spelling process works

. .The subject and form of interactive writing may vary greatly depending on the
dweloamental levels of the students and the context of experiences in the class-
neim. Typically in the easly years, the teacher helps students write simple sentences.
fsstudents learn more about the writing process and different types of writing forms
!.ul genres, the teacher structures writing activities that becorne more complex.

&m;iucting an Interactive Writing Lesson. There is no one correct way to teach
inferactive writing lesson, bul based on the writings of McCarrier, Pinnell, &
Faintas (1999), we recommend the following approaches:

l In the early stages of writing, the teacher should help students compose a
simple message drawn from literature or from the group’s experiences. For
" -example, consider this line from The Very Hungry Caterpillar (Carle, 1981):



e |

Chapter 8 Writing

“On Monday, he ate through one apple.” If the teacher asked children w
innovale on what the caterpillar ate on Monday, a child might offer the
following: “On Monday, he ate through one tomato.” As the teacher asks
studerts to replace text with new words, as she did in the example above,
the entire miessage is rercad [rom the beginning to help students remember
how compusing proceeds.

Teacher and srudents share the pen as a message is written word hy wordl.
When new words are added to a line of texq, the children reread the line up
to the added word. [n the carlieat stages of writing development, the teacher
may wiite the word for stndents. With time and developrment, the weacher
shares the pen, inviting children 1o contribute a leter, several letters, or on
entire word.

Where appropriate, the teacher encourages the child to swerch the word and
say it slowly to predict the letters by analyzing the sounds (see “word rub-
berbuanding” in Chapter 4). Children may attempt any letter in the word in
any order. Working within the child's zone of proximal development a lu
Vygotsky (1962), the teacher fills in those letters that the child is vnable 10
analyze on his own.

The reacher can construct a word wall, like that recommended by Cun-
ningham (2000), which might be used as a writing resource for students.
Words can be listed on the wall as “Words We Know and Can Wrire,” “Words
We Almost Know,” and “Words We Need 1o Analyze and Write with Help.”
As teachers and children write interactively, the eacher helps children Jearn
directionality, punctuarion, spaces, fearares of print, and capitalization. In
this fashion, children learn the mechanics and the authoring processes nec-
essary to produce high-quality writing products.

Interactive writing sessions typically last from 5 to 15 minutes, depending on the

nature of the texr to be produced. The goal of inteructive writing is neat, legible, and
sensible text.

Organizing for Instruction: The Writing Workshop

The writing workshop is an organizational structure for teaching composition sklls
that can be modified as needed. Instruction can be organized into five phases: teacher
sharing time, mini-lesson, state of the class, workshop activities, and student sharing
tme. Figure 8.23 depicts the organizational scheme for the writing workshop.

Phase I: Teacher Sharing Time (5 to 10 minures): The purpose of
teacher sharing time is to present students with language and experiences
through writing that stimulate the narural energies of thinking (Holdaway,
1984). The substance of these teacher-led presentations is usually an
assortrnent of brain-enticing poems, songs, stories, and exposilion written
by the teacher. The goal is to inspire students fo strike out on new
adventures in writing. This phase should be brief, perhaps 5 to 10
minutes, and should serve as a stimulating introducrion to the rest of the
writing period.

Phase 2: Mini-Lesson (5 to 10 mimutes): The mini-lesson (Calkins, 1986,
1994), as is its counterpart in the reading workshop, is a brief time for
teaching skills. Class discussions about such topics as selecting good ideas
to write about, gathering reference materials, conducting interviews,
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~ Sharing Time (5-10 min)

Mini-lesson (5-10 min) ‘ i

State of the Class {5 min}

; % e
Prewriting/Drafting/ : 10 min ’ Peer Conferences (Sign-u;_\
| Revising—(PDR) | ol writing

el e e

e ‘

|I Editing Sessions (Sign-:y Publishing -_‘ :

Sharing Time (Children) {5-10 min}

sz ssnop Buniep

organizing informarion, and publishing are all viable, Some examples of
common mini-lesson topics suggested by Arwell (1987) are:

illustrations narrative leads
essay writing spelling

form writing good fiction
mythology {Greek and Roman) the dictionary
resumé wriling genre

writing conferences with yourself  job applicaticns
correspondence punctuation

focus style

writing short stories

Teachers usually share exaruples from their own writing or those
volunteered by students during mini-lessons. The main focus of the mini-
~ lesson at all grade levels is helping students write with quality at their
- stage of development.

© Phase 3: State of the Class (5 minutes): The state-of-the-class phase of
the wriling workshop takes the same form as it does in the reading
- workshop: The teacher simply lists each student’s name on the left side of
a chart and students fill in the blanks for each day, indicating what they
“will be doing (e.g., drafting, peer conferencing, editing, publishing).
- Sometitnes writing instructors, like Atwell, prefer to complete the state-of-
- the-class chart in the whole-class setling:

1 think the [state-of-the~class] conference is worth three minutes of the
whole class’s time. 1 can't begin to know all the ways my students
find ideas for writing, but I do know that eavesdropping is ight up
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there. When they make their plans public, writers nanirally teach each

other about new options for opic and genre. (Arwell, 1987, p. 90)

By recording students’ plans for writing and saving them over the
weeks of the school year, teachers can see almost at a glance who is
failing o progress (Arwell, 1087). This phase of the writing
helps teachers set deadlines for key stages of the writing process with
individual studenis, hold students accountable, and detennine when

rworkshop

hause calls® may be needed,

Phase 4: Workshop Activities (30 minutes): Four activiies operte
concurrently during the workshop aaivities phase: (1) prewriting, draftis
and revising; (2) peer conferencing; (3) ediing (witli the reacher or pec
and (4) preparing for publishing, Studenrs sipn up [or one of these activities
each day ind work acenmlingly during the workshop period. It may be useful
to distinguish between activities the wache
students.

5 enganed in versus those of the

For the teacher, several activities take place during this time In the
first 10 munutes or 50 of the writing workshop, teachers themseives
engage in sustained silent writing (SSW). In working on a writien product
of their choice, wwachers provide children with (a) models of paositive
writing behavior, and (b) writing sarmples for teacher sharing time. After
SSW., the teacher is ready to move on to making individual “house calls”
and working with students in private editing sessions.

Studens largely move at their own pace during Writing Workshop
activities and select [rom the four tasks identified earlier. If they choose to
prewrite, draft, or revise, student might choose topics for narratives, gather
resources and references, conduct interviews, create an oudine for
organizing their document, and eventally produce a draft.

Once students finish their fisst ¢rafts, they are ready o sign up for a
peer conference. During peer conferencing, small groups of students,
usually three or four, read each other's first drafts and make
recommendations for revisions. Peer conferences are sometimes known as
“teacherless writing groups” because the teacher is not involved during
this analysis phase unless invited by the group for consulting purposes.

Teachers have told us that some students learning the writing
workshop system want 1o peer conference almost all the time. This can be
problematic because 2 goal of comprehensive writing instruction is to
promote peer collaboration and cooperation. One solution is to establish
guidelines differentiating peer conferences from what might be termed
“one-minute conferences.” When students need a quick opinion about
their composition, they ¢can usually arrange a one-minute conference with
4 peer. Students should not require more than three one-minute
conferences during a writng workshop session.

Group etiquelte rules for student interactions should be established
garly in the school year 1o ensure maximum productivity and to
minimize conflicts. Role-playing is one way 1o form group-developed
rules. (Remember the teachers who made a videotape acting oul positive
and negative group behavior in the reading workshop section.) Students
thernselves also bave no problem coming up wirh 2 list of their own
group etiquerte rules, which are applicable in all group experiences.



A word regasding classroom noise levels seerms warranted. Whenever
teachers begin to experiment with modes of instruction that allow students
to work on their own or in small groups, the noise level will invariably go
up. This may be distressing at first for some teachers, but this issue can be
addressed. If the class becomes unruly, then appropriate steps must be
taken to maintain class control. More often than not, however, the
increase in classroom noise should be viewed as the sound of learning
and creative interaction. Silvia Ashton-Warner (1963) refers to this kind of
classroom hubbub as “peaceful noise” (p. 86).

Once the peer conference group meets and considers each students’
manuscript, members make suggestions for improvement. OF course,
authors are free o accept or reject their peers' suggestions. Manuscript
srevisions follow the peer conference, paving the way for an editing
session with the eacher,

Editing sessions are special times for snudents to meer with the teacher
to discuss their writing project and receive independent skill instruction or
coaching. To ke part in an editing session, students sign up the day
hefore the conference and submii a copy of their writing project. This
allows teachers time to read the composition and prepare notes for the
student. Teachers should avoid writing directly on the composition.
Instead, remarks should be made on a separate sheet of paper or a stick-
on note to prevent defacing the project. When examining some narrative
compositions, it may be a good idea 1o refer 1o a story grammar outline 10
make sure all-important elements have been included. Semantic and
syntactic considerations shoulk! alsc be discussed.

After the editing session, students frequently need to edit or revise
further before publishing. It may be desirable for the student and teacher
to have an additional editing session to go over modifications before
publishing. A visit to the publishing center 1o pur the writing project into
final form is the tast stop.

One final point: Publishing does not necessarily happen with every
wriling project. Sometirmes a student will say to the teacher, “I'm yunning
out of interest for this story. May I work on another one?” Most writers
occasionally ran out of gas during a project and start a new one, Some
may have several projects in process. It is not the number of publications
a student produces during a given period that is important, but the
process itself. Although it is desirable that students reach closure on a
regular basis with writing projects, it does not have to happen every lime.

Pbase 5: Sharing Time (5 to 10 minutes): The Writing Workshop
concludes with student sharing time or publishing. This period is for
sharing and publishing completed writing projects. Students proceed o
sharing time only with the approval of the teacher after an editing session.

Even students who may be publishing their writing project ouside of
class (e.g., putting their book in the school library or submitting their
work to a children’s magazine) should take part in sharing time. This
allows other sudents to see and enjoy their finished product. The most
common format for sharing time is the author’s chair experience, where
students sit before the group and share their composition.

Effective Practice
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Organizing for Instruction: The Writing Center

The writing center is an integral pan of the Writing Workshop approacly in the ¥K-3
classroom. Because of the nature of the muliple activittes oecurring in che wilting
center, it should be located away from the quiet arcas designated for silent sustained
wriling.

The writing center (see Figure'8.24) often includes three smaller integrated areas:

= Work area {or collabarative writing projects, conferences, and editing

= Quiet areq jor silent sustumed writing

* Publishing aren with necessary supplics

As part of the writing area, a space for colluborative writing 15 designated for
children to interact with teachers and peers about their writing projecis—projects
that may have been authored by individuals or groups or thar may have been conw-
thored. A conference area with table and chairs or just a quiet carpeled corner ¢an
function as a location for conducting peer-student or teacher—student conferences
about developing writing projects. An editing area can be Jocated ar 4 desk or tible
near the conference area. An older student, the eacher, or an adult volupteer can
function as an editor for student-authored works in the classtoom. An editor’s visor,
printer's apron, various writing and marking rmedia, and a poster displaying cditorial
marks can be located here for the editor’s use. The publishing area should be
stocked with pencils, pens, markers, staplers, and paper of various colors and sizes
for covers. Materials aiso should be available for students 1o bind or publish theis
final wreiting products in a variety of ways. The location for each of the many sup-
plies in this area can be indicated by a printed label or an outdine of the objecr; do-
ing so makes it easier for students to help in keeping the publishing area neut and
tidy. Student works published in this area may take the form of big books, shape
books, micro-books, accordion books, letters, notes, lists, posters, bulletin boards,
and murals.

Figure 8.24 Writing Cent

er

i e

Editor's Peer conference

caorner @ @ area

Publishing
center




Classroom Computers and Writing Development

When teachers think of computers, word processing often comes to mind. Word
processing iz o general term that refers to the use of software programs that permir
someone to write, ecit, store, and print text (Suickland, Feeley, & Wepner, 1987,
p. 13). In additon to standard word processing packages for elemenwry and upper
clementary-age students, other related computer sofiware programs are available
that help studentis develop as writers,

Because computer software programs come and go so rapidly, it is very difficult
to make specific recommendations. Professional publications in the literacy field,
such us The Reading Teacher, Reading Research and Instruction, and Language Arts
and product journals like MacWorld frequently feature product reviews that can help
guidie purchasing decisions. We offer only a brief sampling of writing progranis that
help students develop and extend their authoring abilities. Bank Street Writer is a
pionecring effort that is both easy to use and affordable. It is suggested for grade 3
and up. MacWrife is the oldest text-processing program for the Macintosh computer
and remains one that all Macs can open, Version 4.0 (or even 3), bundled with Mac
computers o model SE, yemains -a very useful formar, even with its size limit
(MacWrite 4.6 files cannot exceed 64 KB).

IBM's Wiriting to Read 2000. Writing to Kead 2000 is the next generation of IBM’s
“andmark product, Writing fo Read. 1t is a beginning reading—writing program based
~on 2 madified alphabet idea (one symbol for each of 42 language sounds) for kinder-
. ganten and first grade. It was developed by John Henry Martin, a retired tcacher and
“sehonl administrator. The typical routine, usually 30 to 40 minutes per day, lakes
" ¢hildren through a five-station rowtion in a special compuiter lab. Students begin with
hie computer station, where they are taught to type 42 phonemes (representing
Anglish lanpguage sounds) using color images and synthesized speech, These lessons
are repeated in a work journal. Then studerds listen o a pe-recorded story while
[oltowing along in a book in the listening library. These aciivities are followed by a
sasion in the typing—writing center, during which swdenis can write compositions
o of their own choosing. The final center, where other reinforcement activities are
practiced, is called “Make Words.”
- Writing o Read 2000 includes a component called the “Computer Centes,”
whete “cycle words” teach voung children sound/letter relationships. Four other
tenters support and encourage children to practice these associations using 2 vari-
ey of activities, including work journals, manipulatives, books, and writing. Other
components of the new program follow:

& awriting/typing center program called White Along

» graphical menus, audio support, and mouse, enabling easy and independent
" -navigation for young students

context rhymes that introduce “cycle words”

teacher options, which include bookmaking, panner support, student man-
- agement, and reporting information

2 Writing to Read 2000 Game Bourd and assortment of games, puzzles, and
manipulatives

» acollection of 23 age-appropriate children’s literature books, 16 accompanied
- by nawral, expressive voice cassette recordings

 a teacher’s guide that provides cross-curricular connections, curriculun inte-
. gration, and thematic unit suggestions

e

Effective Practice m
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The First Six Weeks of Writing Instruction

From the first day of schocl, you must show students that you consicier them to be com-
petent writers (albeit, at their own stage of development). In this section, we ofter some

Pl Getting 1o Kuow English Learuers

ﬁ &8 During the first week of writing

-;'];'.5 instruchion with your EIs, try 1o get a

we| B writing <ample from each student. Here

die a few questions thal will guide your
asseswanend and help you to know whether or
rot you need ta seek outside assistance

1. Whatis CUs native language?

2. Does your EL student’s language use the
Greek alphabet like English or another
system? Haw is that system difterent?

3. Does your EL student read in her first
language? Does she write in her first
language?

4. Can your EL student write in English?

5. 1M not, can your ELstudent dictate in
English so you may write for her?

6. 1f not, can your EL student draw a picture
to accompany a story you read atoud to

Now, it necessary, you can work with your
school's ESL or English Language Arts teacher
and capable peer reading/writing buddies to
modify your writing instruction for your ELs,

the class cr one she prefers to “talk about.”

o general guidelines for structuring writing instruction for the first six weeks of school,

Week 1. Writing and reading are reciprocal processes and should
be started at the same time. In order to get a sense of momenium es-
tabdished rghr away, do the following.
Introduce writing mini-lessons working with e whole group.
Mini-lessons could focus on selecting appropriale opics, using
praphic organizers, cralting opening sentences {lends), and
learning the convennons of writing.
s Make in-class writing dassignments 1o help you begin the as-
Sessmnent process.
« Intoduce students to the writing cenfer, the variety of rools
available there, and telr purposes/comect uses.
= Introduce stadenss to the writer's notebook concept and have
them begin making entries,

Weeks 2 and 3

+ Inwoduce students to the notion of using a “writer's notebook”
for gathering such things as brainstorming ideas, completed
graphic organizers, “sloppy copy” first drafts, anc so forth. This
can take the form of a pocket folder, a file folder kept in an
easily-accessable storage unit, or a tabbed three-ring binder,

¢ Explain how student writing folders are to be used o store work.

* Introduce the rudiments of letter writing and have students use
that format to write a letter 1o a friend or fomily member,

Weeks 4 Through ¢

s Conduct mini-lessons in small- and laige-group settings, focus-
ing primarily on revising and editing fundamentals.

« Post and discuss numerous writing models for each stage of the
writing process that meer curriculum or sizte assessment fre-
quirements for best-quality work. Students need to sec exam-
ples of competent work 1o understand the expectations,

e

= Conference with two to three students per day about the progress of their work
using work samples in their writing folders.

Conduct small- and whole-group guided wriling sessions.

Introduce writing backpacks 2s homework assignments that involve purents.
1f adul volunteers are available, begin to assign them to struggling writess 1o as
sist in specific areas of need. You must first train the volunteers on wriling ac-
tivities they can deliver, then maich them to students having that particular need.

L ]

{ t..( Primary child_ren
‘ wachtrrrer  PrEPATE (O write
wrliten descriptions
and they plan through webbing.
Read more in "Writing Through

Webbing for Elementary
Sludents” on the Teacher Prep

Website fwww prenhall.comy
teacherprep) in Strategies and We have recently discovered two novel approaches for helping suwuggling readers
Lessons—~Reading Methods/ and writers. The fust is a revision of the K-W-L strategy by Ogle (1986), and the

Writing. second has to do with online technologies.
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: Reading and Analyzing Nonfiction (RAN) Strategy

* Tony Stead (2001, 2000), an Australian teacher, poinis out that some 85 percent of \
all reading that we do as adulis is nonfiction or informative in nature, but most of
¢ what we deal with in -3 classrooms is personal narrative or fiction. We strongly be-
lieve that all learners, and especially struggling readers and writers, can benefit from

_anincreased diet of nonfiction reading and writing activities. Not only that, children /

- ioly enjoy expository texts! These activities can help children do the following:

v Increase their concept knowledge and vocabulary

v Learn important research skills using a variety of tools

v Develop cooperative learning abilities

v Learn the writing patterns und styles used by authors in constructing infor-
mational texts

-Stead (20006) explains that good leaming with expository/informational texts has stu-
- dents lking, listening, seeing, exploring, questioning, observing, and sharing. Tn the
reading and analyzing nonfiction strategy (RAN), Stead has preduced innova
-Jians on the popular K-W-L strategy (Ogle, 1980) 1o promaote simall group, interactive
farning. Featwred in Figure §.25 is an examnple of our interpretation of Stead’s RAN
model completed by a group of students beginning a study of arachnids (spiders).
_+ With the RAN strategy learness begin by working with a team of students io list
wiatthey shink they know about the subject. This creates an implicit understanding
inthe learner's mind that some of what they think they know may not be uue, and
Ut it is okay 10 have some knowledge that is not accurate.
- The second part of RAN has students looking for informarion abour the subject—
srching. Stead (2006) explains that information resources must be pre-selected by
<l teacher to ensure that students do not become frusirated in trying to locate infor-
<iation or lose precious time reading uarelated or unreliable sources. Afier the ream’s
Jfesearch is completed, they compile what they have learned in the columns labeled
‘Inforation We Have Confirmed" and “New Information and Facls We Have Learned.”
“In doing this, students give evidence that they recognize the validity of some of their
previous knowledge and can articulate their new knowledge. In the next column of
e sammuary form, students list misconceptions about the
fopic they have debunked as a result of their research.
The final column of the RAN Team Learning Form is
direried toward what the learners still wonder about. For
fhe‘topic of spiders, learners may wonder how they can
iell which spiders are poisonous, or which spiders can be
found in their home town. If they are learning abour ze-
Ias, they might wonder if the stripes are as different as
Jmgerprints in humans. This “wondering”™ column is
“diven by swidents’ research, and frequenty results in
digher levels of learning and comprehension.

Bsing RAN to Help Students Transition to Written
Smmaries, RAN can be quite useful as a Prewritling
fool. To help srudents use RAN 1o move into the Drafting
itage of writing, teachers must provide direct and explicit
nileling examples.

 Tor acher “think-aloud” modeling, it may be help-
filo vse a graphic organizer like the one recommended
inthe Memphis Striving Readers Project called Structure

Scot Cunningham/M

S,

S

‘(‘H-ACHH{ PREY

A

English Learners can use
wordless picture books o
help them predict 2nd
develop vocabulary. They can
“read” the boow In their own
languages and then create a
story. Read more in “Generating
Stories” in Language Arts
Methods/Writing on the Teacliel
Prep Website wmwprenfiall com/
1eacherprep)

Ky
4

Children can write their {
TEACHER PREY

OWN NUTSErY fymes
individually or as a group
in Inclusive classivoms. Visit the
Teacher Prep Website

{www prenhall comiicacherprep)
and select Strategies and
Methods—language Arcts
Methods/Writing to read
“Rhyming Time" for grades

K4 & LD. students.
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Figure 8.25  Reading and Analyzing Nonfiction (RAN) Tes

s

am Learning Form: Arachnids hum'_—nh
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‘be asbidasa dinner
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Borneo and is lhe ‘size of a

! ;iplnhead

The scientific name |
for S[.'_Ii-'.‘.ers is
arachnids.

There are 37 000

species of
arachnids.

Some spidars eat
| insects we don't like

stch as flies and
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_,even bigger. Thig'ts no‘l
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et

Some people think |

spiders have hair, 50°

{
i
they must be |
]
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not true. Some eat
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‘Whatisthe .
{-strongest kind of
-silk. made by -

aplder37

Do any sploers hve
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'name“arachmd’ g
come from? -
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Free Online Sources jar Teachers and Children:

*Ackapted from Nalional Geoyrapbic News. Spider Sense: Fast Facts on Exireme drachnids. (). Retrieved March 31. 2007, Irom

bitp:s/rervs nationalgeographic. com/news 2004/06:0623_040023_spiderfacts.biml.

“Titles from Music & Rhyme Station: Spider songs and thymes. (n.d.). Retrieved March 31, 2007, from bipwww preschooleapiess.cont

music_station0 Y music_station_octO3.shim/. Full text and mines listed

for Written Retellings or SWR (K. 5. Cooter, 2006) as seen in Figure 8.26. A com-
pleted version of the SWR is shown in Figure 8.27 in which the teacher has demon-
suated how information gathered using RAN could be transpased onto the Struciure
for Writen Retellings (SWR) graphic organizer to create & first draft of a

paper. (Note: In modeling, teachers should use alternative examples of previously
learned material cast in the RAN format since it is the process, not the content, that

SUMNLY

M e

R o —
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being emphasized.) Some Internet sites related to writing you and your
ung lechno-experns might investigate follow:
Wikipedia btip:/fen wikipedia.org/eiki/Main_Page
Natrignal Geographic's  hiip//mews nationalgeographic.com/bids/
Kids News

Introduction

Topic #1 (from
praphic organizer}

+| Supporting details

~ I Concluding sentence

. '] Topic #2 (irom

- | graphic organizer)

Supporling details

‘ Corcluding sentence

Topic #3 (from
‘| graphic organizer)

Supporing details

Concluding sentence
L
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Topic &1 {from
graphic organizer)

‘ Supparting details

Concluding sentence |

Topic #2 {from
| graphic organizer)

Supporting delails

_| Supporling detzils

GConcluding sentence

| Topic #3 (from
graphic organlzer)

Supporting details

Concluding sentence

Congluding sentence |-

Topic #3 {from ;
“- | graphic organizer)

8 Q s, or aracthl -are very
o duﬂerent things,- au;l_s_rn.a _arepousono,us We wani 10 know more abqut 1’115

mgs of- 5pg§[5 1'. e 1[;: Bvart am_g., a_;g_-_,_f brpldpﬁ W .—a_jun -&Eh ol, inthls lh.s
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and alsoveny =rMII i
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Pgl insects, but not all g!o There'aré rglders who ding on oding on birds, f g 5, fish i llmrds
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strong istheir silk? Could iU makie clothes dut of spider silk? We wonder where
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Intéresting insecis. They come in‘fany sizes, five’ -

sp_&? Groature,



Family and Community Connections

USGS Learning Web  bup/interactive2 wusgs gowlearninguweb/students/
Smithsonian Education bitpe/fwww smithsonianeduceation.org/

PBS Kids btip.//pbskids.org/

Oz Projects hitp:ffuniw . ozprojects edna.edu.au/sibling/bome
Grassroots hilp:/funv schoolnel. ca/grassrools/edhome/index. asp
Starfull hitp/fwww starfull.com/

Funbrein bttp:rwww funbrain,.com/
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hat Is a Proven Strategy for Involving

Parents in Writing Instruction

aveling Tales Backpack

: have used the traveling tales backpack (Reutzel & Fawson, 1990; Reutzel &
wson, 1998; Yellin & Blake, 1994) strategy to involve parents and children in col-
orative writing projects. A traveling ales backpack (see Figure 8.28) is [iled with
iting media and guidelines for parents to work with dheir children ar ome in pro- %
cing a self-selected writing project. “Plentiful Penguins, located /(&
The backpack is sent home with the smudent for two nights. To maximize in- 0 the Teaclier Prep b Ll
lvement and success, parents are contacted by phone or note before the backpacl  Website (vwwpreatiall.com/
sent home. Parents and children can choose a variety of ways 1o respond to their eachempiep) will f_"""“f“j"  inke
‘orite hook: They can write shape stories, pockethooks, accordion books, or cards. with ideas for including parents

: . . ' in your units. Find out more
Jude (e traveling tales backpack is a let Figure 8.29) 1o parents with guide- 3
Juded in the rraveling tales backpack is a letter (Figure 8.29) 1o parents with guide Strategles and Methods—

¢s on how o engage their child in the writing process. Language Aris Methods/Writing.
After completing the writing project together, parent and child are invited

share their work with the class in the author's chair ar school. After sharing, the

itten product is placed on display for students to read and enjoy.




=5 Y,
328 f‘Chapter 8 Writing

Figure 8.29 Tiaveling Tales Paren Letter

FRAET

Fram "Maveling Tales: Connecting Pwents and Children in Writing,” by . R. Reuzel and B. C, Fawson, 1990, The Reading Teacher, 44,
pp. 222-227, Copyright 1990 by the international Reading Association, Reprinted by pernission of 1. Ray Reurzel and the Internstional

Reuding Association.
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